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The Rise of the GYO-TOCs as Pop-Ups
Lessons in Racial Resistance from the
Abriendo Caminos/Opening Pathways for
Students of Color into the Teaching Profession:
Giving Back to Community Through Teaching Project
Norma A. Marrun & Christine Clark
Abstract
Efforts to diversify the teaching workforce have been a constant in the aftermath
of the Brown v Board of Education decision in 1954 that resulted in the massive
whitening of the teaching profession. Diversification efforts, even when buoyed
by state and federal policy and funding, have been largely unsuccessful. This article examines, using Critical Race Theory, interest convergence, neoliberalism,
and critical multicultural education as analytical lenses, the limiting pressures
for Teacher of Color pipeline initiatives, like the Abriendo Caminos project, to
conform to neoliberal “Grow Your Own” models that ensure the persistence of
white dominance in the teacher ranks.

Introduction
In 1980, esteemed Critical Race Theory (CRT) scholar, Derrick Bell, published his seminal work on the concept of interest convergence in law, especially the manner in which interest convergence has played out in U.S. educational law, notably Brown v. Board of Education (1954). Some scholars argue that,
through interest convergence, non-dominant group interests can be moved forward through strategic alignment with dominant group interests (Bickel, 1970;
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Weschler, 1961). In challenging this assertion, Bell contends, “in racial cases both
before and after Brown, this principle of ‘interest convergence’…will not authorize a judicial remedy providing effective racial equality for blacks where the
remedy sought threatens the superior societal status of middle and upper class
whites” (p. 523).
Other scholars, including Bell, argue that all interest convergence is a ruse to
engender non-dominant group ‘co-signing’ of what are ultimately only ever intended to be pathways to solely advance dominant group interests (Kluger, 1975;
Wasby et al., 1977). For example, “…after the enforcement of Brown, the majority of historically Black public schools were shut down and Black teachers lost
their jobs...between 1955 and 1957 a total of 317 Black educators [just] in Oklahoma lost their jobs because...white administrators believed that Black teachers
were inferior to white teachers and not qualified to teach white students… [Thus],
the historical effects of Brown had a major impact on the systematic displacement
of Black educators and has sustained the unexamined dominance of a predominantly white teaching workforce” (Marrun et al., 2020, p. 7).
Public schooling in the United States has long been a site of neoliberal political and related economic struggle situated in what Bell (1980) terms the interest-convergence dilemma (Gilborn, 2005; Giroux, 2012, 2018). As U.S. social
institutions, public schools are both purveyors of larger societal norms and values,
like racism and white supremacy, as well as locations where counterhegemonic
resistance to oppression and transformative decolonializing action has taken place
(Kohli, 2018; Nieto & Bode, 2018; Stovall, 2016). Dominant interests in public
schooling recognize the power of schools to cultivate and influence students and
their families, as well as various school personnel, as voters and consumers (Gilborn, 2005; Giroux, 2012, 2018). Non-dominant interests in public schooling are
broadly focused on the opportunities that education provides for self-determination: a pathway to a freer and more stable life (Paris & Alim, 2017; Stovall, 2016;
Valenzuela, 2016). Central to the advancement of these non-dominant group interests have been efforts to reclaim and expand the racial demographic diversity of
the teacher workforce; to date, however, dominant group interests have led only to
increased whitening of the teaching ranks (Gilborn, 2005; Sleeter, 2017; Marrun
et al., 2019, 2020).
Teacher pipeline diversification initiatives first gained national momentum in
the mid-to-late 1980s in response, not only to the negative impacts of Brown, but
also to changes in teacher re/certification requirements designed to disproportionately negatively impact pre- and in-service Teachers of Color; accordingly, these
diversification efforts were not durably successful (Cooper, 1986; Dilworth, 1988,
1989, 1992; Farrell, 1990; Irvine, 1988). While efforts to expand the racial profile
of public school teachers continued, over the last ten years (Bristol, 2015; Villegas
& Irvine, 2010; USDOE, 2016), there has been a renaissance of national attention
being paid, including through seed grant offerings, to recruiting Students of Color
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into the teaching profession (Dilworth, 2018; Dilworth & Coleman, 2014). This
attention has led to: 1) the development and rapid proliferation of local ‘Grow
Your Own’ (GYO) Teacher of Color (TOC) programs (Gist et al., 2019; Valenzuela, 2017); and, 2) the expansion of so-called college and career readiness curricula
targeting Students of Color (Education Trust, 2020; Kostyo et al., 2018). Similar
to how minority business enterprises (MBEs) seek to gain traction in the business
sector through ‘pop-up’ shop opportunities, GYO-TOC programs seek to gain
footholds in teacher recruitment and training arenas by capitalizing on periodic
favorable education funding trends (Ed, 2020; Valenzuela, 2017).
MBE pop-up shops have become very popular among U.S. consumers, especially in “diverse” gentri-fied/-fying metropolitan communities, by providing
“diversity-friendly” products and services (Lawson, 2018; Novellino, 2015). In
so doing, these MBEs attract new consumers to the established, predominately white-owned shop spaces they pop-up in, and enable larger financial market
tracking of consumption responses to their often new and unique products and
services. While MBE pop-up shops create consumer excitement and build product
and service buzz, they rarely become sustaining fixtures in the market economy
landscape. Here, interest convergence exploits the entrepreneurial undertakings
of MBEs for the principal benefit of white corporate capitalism.
Similarly, GYO-TOC programs, seek to leverage the intersection of persistent
national teacher shortages, increasing public school student demographic diversity, and durably poor student learning outcomes in “high needs” school communities to engender investment in “culturally competent” approaches to teacher
recruitment and training (Gist et al., 2019; Valenzuela, 2017; Villegas & Irvine,
2010). While the promise of GYO-TOC programs is to improve and expand educational and career pathways for Students of Color, Mthethwa-Sommers (2012)
argues that, instead, such initiatives end up “ensuring employment for teachers
from the dominant group” (p. 161). After being developed by Teachers of Color
and refined through use with Students of Color, culturally-informed GYO-TOC
training approaches are appropriated for use by white teacher education faculty in
whitestream teacher preparation programs with predominantly white pre-service
teacher education students, who, upon graduation, are deemed “‘competent’ to
teach culturally diverse students, so they can be hired in lieu of teachers of color”
in a manner strikingly similar to how Brown “created teaching jobs for white
teachers in black schools, while preserving white schools, and the teaching jobs
in them, for white teachers as well” (Mthethwa-Sommers, 2012, p. 161). In this
instance, interest convergence appropriates GYO-TOC program efforts aimed at
improving public education for Students of Color, and transmutes these efforts
into the preservation and expansion of exclusive job security for white teachers.
From 2016-2019, the Abriendo Caminos/Opening Pathways for Students
of Color into the Teaching Profession: Giving Back to the Community through
Teaching (hereafter, Abriendo Caminos) project, funded by the Nevada Depart-
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ment of Education (NDE), through the state’s Great Teaching and Leading Fund
(GTLF), sought to: (1) to recruit local Students of Color to college and into the
teaching profession; (2) reduce local teacher shortages by diversifying the teacher
workforce; and (3) improve the local quality of teacher preparation and teaching by closing the student-teacher demographic diversity gap and by increasing
pre- and in-service teacher access to high-quality, race-conscious teacher preparation and professional development curricula through partnership building between the University of Nevada, Las Vegas’ (UNLV) College of Education, the
Clark County School District (CCSD), and community-based education-focused
organizations. While the Abriendo Caminos project was never conceived of, or
branded as, a GYO or a GYO-TOC program, and while it sought, deliberately,
to avoid alignment with teaching-focused college and career readiness initiatives
in CCSD, the project constantly battled state, university, and district efforts to
homogenize the project in these directions. For example, the name of the project,
Abriendo Caminos, was routinely mispronounced by partner school leaders who
claimed it was “difficult” to pronounce and repeatedly asked that we change it; district and university fiscal services made it nearly impossible to use project funds as
approved and delineated in the budget to purchase critically conscious educational
materials for classroom and school use; and, though none of the project’s six partner
schools had a teaching and training Career and Technical Education (CTE) cluster
program of study when the project started, by the time the project ended three of the
six did, rendering Abriendo Caminos’ independent recruitment efforts largely inert.
In this article, we critically re-examine the development and implementation of the Abriendo Caminos project, focusing attention on the efficacy of the
project’s strategies to build and sustain—and concomitantly fight against interest
convergence threats to—a sociopolitically-located, race-conscious, community-embedded teacher recruitment and preparation initiative predicated on authentic university-school-family partnership-building. This work builds on the growing body of literature on teacher pipeline diversification initiatives, and extends
this literature base by using CRT, interest convergence, neoliberalism, and critical
multicultural education analytical lenses to unpack and expose the political resistance of PK-12 schools/districts and higher education teacher preparation units
to the consequential implementation of race-conscious efforts to recruit, prepare,
and retain Educators of Color.

The Neoliberal Roots and Wings
of GYO and GYO-TOC Programs
While the shortage of PK-12 teachers and the underrepresentation of Teachers of Color in U.S schools have been persistent, pervasive, and dire crises in
education for some time (García & Weiss, 2019; Will 2019), efforts to resolve
both have been durably unsuccessful (Aragon, 2016; Moss, 2016). Nonetheless,
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these resolution efforts have persisted, most recently culminating in the rise of
GYO, including GYO-TOC, initiatives and programs across the nation, fueled by
funding from a variety of sources, including federal grants, private foundations,
and state development (Ed, 2020; Muñiz, 2018; Zuber, 2017). GYO-TOC programs are specifically designed to recruit Students of Color into teacher education
in order to grow and retain Teachers of Color in the profession (Gist et al., 2019;
Valenzuela, 2017).
GYO and GYO-TOC programs focus on building teacher workforces locally;
accordingly, GYO-TOC programs are more likely to emerge in geographically diverse areas of the country (Ed, 2020; Muñiz, 2018; Zuber, 2017). Typically, GYO
and GYO-TOC programs are formed as partnerships between college and university teacher education programs and PK-12 school districts to enable local student
recruitment in the hopes of increasing local retention of students-turned-teachers
(Gist et al., 2019; Valenzuela, 2017). Funding poured into GYO initiatives has
led to the pop-up shop-like establishment of GYO-TOC programs across our nation’s urban school districts (Ed, 2020; Muñiz, 2018; Zuber, 2017). Similar to the
corporate cannibalization of MBE pop-up shop product and service innovations,
most GYO-TOC programs are not sustained, those that are generally do not center
equity, social justice, or critically consciousness points of entry into teacher training and praxis, or are coerced into watering down or abandoning these training
and praxis commitments in order to hold onto conventional revenue streams often
termed the non-profit industrial complex (INCITE, 2017; Samimi, 2010; Valenzuela, 2016; Villegas & Irvine, 2010).
GYO and GYO-TOC programs that espouse superficial, including colorblind,
so-called solutions to teacher recruitment and retention are more likely to survive
and even thrive, precisely because they are designed to make white self-interest—
interest convergence—invisible in order to concomitantly continue the systemic
displacement of Teachers of Color and the dominance of a predominantly white
teaching workforce initiated through Brown (Bell, 1980; Marrun, et al., 2020;
Valenzuela, 2017; Webb, et al., 2009). These GYO and GYO-TOC programs hide
how schools are structured to reproduce inequities by continuing to systematically
normalize white supremacy in school policies and practices, notably through the
uncontested proliferation of eurocentic curricular content and banking pedagogies
(Gillborn, 2005; Irizarry, 2007; Milner, 2008; Nieto & Bode, 2018; Stovall, 2016;
Valenzuela, 2016).

Abriendo Caminos:
Resisting Pop-Up Buzz, Working for Change
Our Abriendo Caminos project team received notice that the project proposal
was among those selected for full funding in early July 2016. Less than a month
later, the project started to gain pop-up-like buzz. Team members started receiving
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congratulatory messages from both local and national educational leaders who
were interested in learning more about the project. We were flattered by the inquiries, yet puzzled by the attention since the project was just funded and no
real work on it had begun. One highly esteemed national educational leader, who
happened to be in Las Vegas area for another purpose at that time, asked for a
face-to-face meeting with the senior faculty member, though not the Principal
Investigator (PI), on the project. During that meeting the leader inquired as to
how soon the team would be sharing details about the project’s success. When the
faculty member intimated that the team would need to actually enact the work of
the project before it could discern whether or not it was, in fact, successful, the
leader implied that the faculty member was not being very “sophisticated” about
the work. When the faculty member shared the details of this conversation with
a College of Education leader, the college leader expressed agreement with the
national education leader—that the project team should immediately promote the
project as a success. The project team resisted this advice.
Racial Representation
In working for change over the three years of the project, the project team was
comprised of a multiracial group of twenty-nine social justice-oriented university faculty, graduate and undergraduate students, and staff—though these statuses
changed over the life of the project (for example, some student project members
became staff project members). Specifically, the team consisted of: six faculty (all
women)—one Latina (the project PI from 2017-2019), two Black American, and
three white; seven staff (all women)—two white (one of whom was the project PI
from 2016-2017), one biracial (Black American and white), three Latina, and one
South Asian; thirteen graduate students—six Black American (four women, two
men), four Latina, one biracial (Latina and Middle Eastern), one Middle Eastern
(a woman), and one Asian Indigenous (a woman); and, three undergraduate students—one Black American (a man), and two Latinx (one woman and one man);
another multiracial group of twenty-three undergraduate pre-service teachers also
periodically participated in project work. In sum, the Abriendo Caminos project
team was 31% Black American, 34% Latinx, 10% Asian (South Asian, Middle
Eastern, and Asian Indigenous), 7% biracial, and 17% white. However, though
the faculty represented only 21% of team, they held the most formal power on the
team, and 50% of the faculty were white. While the team confronted this challenge directly and indirectly through whole-team and various sub-team critical,
race-conscious dialogue, at best it was balanced through a degree of workload
equity that was achieved—while everyone on the team had meaningful input into
team decision making, faculty, including white faculty, did the majority of the
labor on the project and, except in one instance during the first year of the project,
were not compensated for that labor.
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It is also important to note that while the Abriendo Caminos project team
strove to be racially representative of the UNLV and CCSD student bodies at focus
in the project’s work, it could only accomplish that goal by recruiting staff (most
of whom were also students) and students to serve on the project team. During
the project’s trajectory, UNLV’s College of Education faculty was 11% Black
American, 9% Latinx, 17% Asian, 63% white (UNLV, 2016-2019, n.p.n.). White
faculty in the college were well distributed across rank, and most densely concentrated among the tenured (associate) and senior (full) faculty ranks; in greatest
contrast, the college’s Latinx faculty were not well distributed across rank, and
concentrated almost exclusively in the un-tenured (assistant) and visiting faculty
ranks. This continues to be the case at UNLV and in the racial demographics of
teacher education faculty nationally, which, at least in part, informs the racial demographics of pre- and in-service teachers (Haddix, 2017). Until the whiteness of
teacher preparation, teaching, and the teaching profession is effectively contested
through critical race-conscious racial representation and associated redistribution
of power, educational outcomes for Students of Color will not change.
Racial Representation and Data Collection
For the duration of the project, various configurations of project team members collected qualitative and quantitative data through surveys, focus groups, and
individual interviews with UNLV college students, with CCSD high school students, family members, teachers, other licensed and non-licensed personnel, and
administrators, as well as with local Teachers of Color who identified as having
left the profession of teaching. Team members also conducted informal observations, and artifact and document analysis on an on-going basis. During all three
years of the project, the overarching focus of all data collection was on examining
the perceptions that Students of Color and their family members held about teaching as a career, and the origins and durability of those perceptions.
The faculty racial demographics at UNLV during the data collection period
was 9% Black, 12% Latinx, 11% Asian, and 63% white (NSHE, 2018, para. 1).
UNLV undergraduate student racial demographics at UNLV for the same period was 8% Black, 31% Latinx, 17% Asian, 11% biracial, 3% international, 1%
Indigenous/Asian Pacific Islander, and 29% white (College Factual, n.d., para.
4; UNLV, 2020a, para. 1). The racial demographics of CCSD educators during
the data collection period was 24% Teachers of Color and 76% white teachers
(Hansen & Quintero, 2018, para. 4), and of CCSD students during the same period was 46% Latinx, 15% Black, 7% Biracial, 6% Asian, 2% Indigenous/Asian
Pacific Islander, and 24% white (NRC, 2018-2019, para. 1). It is of particular note
that the CCSD educator-student racial demographic diversity gap continued to
widen over the data collection period, consistent with the increasing whitening
of the teacher workforce nationally (Hansen & Quintero, 2018). The impact of
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the dearth of racial representation among faculty and teachers on the racialized
experiences of the Students of Color at focus in this project was profound; and
while calling out both the dearth and the damage it causes through the work of
the project work emboldened Students of Color in their navigation around, over,
under, and through whiteness, the overarching impact of the project in this regard
was insufficient—so much more must be done to ensure academic excellence for
Students of Color.
Year 1 research included mixed methods paper surveys of, and focus groups
with, high school Students of Color and their parents, as well as UNLV college
Students of Color who were not education majors. The survey included Likert
scale and open-ended short answer items about students’ career aspirations, students’ perceptions of the teaching profession generally and for themselves, and
parents’ perceptions of teaching as a career generally, for their child, and for
themselves. The survey also sought to discern messages that students’ parents
had transmitted to them about the teaching profession. Focus groups questions
asked students and parents to share their perceptions about why Students of Color
are not, in large numbers, pursuing careers in teaching toward discerning what,
if anything, could or should be done to change those perceptions. A total of 3,400
students across the project’s six partner high schools heard the survey ‘pitch’ in their
Government courses, of whom 1042 completed the consent or the assent and parental consent process to participate in the survey. 963 high school students completed
the survey, 19 of whom participated in a focus group; 36 parents of high school
students completed the survey, 15 of whom participated in a focus group; and 172
college students completed the survey, 14 of whom participated in a focus group.
In instances where only one participant was present for a focus group, an individual
interview was conducted using the same question protocol. Focus group and individual interviews were audio recorded and transcribed. Survey takers received a
$10 cash stipend, and interviewees received a $25 cash stipend; stipends were paid
immediately upon survey/interview completion.
Years 2 and 3 of the research included quantitative electronic surveys of high
school students, parents of high school students, and high school teachers, administrators, other licensed (and unlicensed, support) personnel, as well as individual interviews with former Teachers of Color. The surveys asked about: (1)
depictions of teaching and teachers seen in youth or popular culture (online, on
television, in movies), and/or heard in school communities (conversations with/
between students, teachers, administrators, and/or family members); (2) perceptions of the culture and climate of the school community and the associated impact on students’ perceptions of teaching and/or interest in becoming a teacher;
and (3) perceptions of the ‘sense of welcome’ Students of Color and their families
feel in the school community, and/or the ‘sense of trust’ that Students of Color
and their families have in the school’s teachers and administrators. Individual interview questions asked former Teachers of Color about their perceptions of, and
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experiences in, teacher preparation programs and the teaching profession, factors
leading to their decision to leave the classroom, and what, if anything, might
incline them to return to teaching. 124 high school students, 207 parents of high
school students, 158 teachers, 22 administrators, 27 other licensed personnel, and
23 other personnel completed the survey. Individual interviews were conducted
with 9 former Teachers of Color. Individual interviews were audio recorded and
transcribed. Again, survey takers received a $10 cash stipend, and interviewees
received a $25 cash stipend. Survey stipends were paid to students and parents
immediately upon survey completion. Family member and school personnel were
notified via email of specific days and times when project team members would
be at their school to distribute stipends. Interviewee stipends were paid immediately upon conclusion of the interview.
Project team observations focused on interactions that occurred—among
and across high school students, parents and family members, pre- and in-service
teachers, school and university personnel, local and state education leaders, and
community-embedded educational advocates—during the project’s formal and
informal program activities. Formal program activities included a project kickoff event held at UNLV in the Fall of 2016, as well as weekly #Love2TeachLV
afterschool program meetings held in our partner high schools, monthly Family
Network meetings held at UNLV, twice-a-semester pre- and in-service professional development workshops held at UNLV, and annual end-of-year recognition
events held at UNLV beginning in the Fall of 2016 and concluding in the Spring
of 2019. Informal program activities included partner high school-based annual welcome and orientation events, wraparound services meetings, open houses,
FAFSA form-completion nights, career fairs, and recognition and graduation ceremonies, as well as educational gatherings held at other Southern Nevada higher
education institutions, and well as in local community centers, libraries, and social service agencies.
Project team artifact and document analysis included student ‘exit-tickets’
from the #Love2TeachLV meetings, Family Network project presentations and
activity feedback forms, pre- and in-service teacher professional development
workshop evaluations, emails from end-of-year event attendees, as well as agendas, programs, and handouts from school- and community-based activities. Because project research activity, as well as project team observations and artifact
and document analyses, were summarized in project team weekly (Year 1 and 2)
and monthly (Year 3) meeting minutes, and in bimonthly and final annual reports
submitted reports to the Nevada Department of Education, these were also included in project team artifact and document analysis.
Racial Representation and Data Analysis
Survey and interview data were analyzed using an education-focused Criti-
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cal Race Theory (CRT) framework (Ladson-Billings, 2013). This framework enabled:
(1) examination of how interest convergence undermines the diversification of
the teacher workforce;
(2) exploration of the neoliberal forces operating in GYO-TOC programs;
(3) interrogation of the persistence of whiteness in teacher preparation and teaching; and,
(4) substantiation of the permanence of racism in education and educational institutions in the United States.

CRT-informed inductive analysis was used to build coherent theory grounded in
the unique instances of experiential observations of human interaction and examinations of associated creative work (artifacts and documents) (Lincoln & Guba,
1985). Malagon et al. (2009) note that while:
grounded theory was not developed as a methodology for collecting knowledge
and building theory from the lived experiences of People of Color…when used
in partnership with a critical race framework, the researcher can utilize grounded
methodology to interpret the perspectives and voices of the narratives that remain
unacknowledged, invalidated, and distorted in social science research. (p. 259)

Accordingly, as Zamudio et al. (2011) contend, using CRT in educational
research enables “a kind of storytelling about what happens coupled with theoretically grounded explanations about why things happen in a certain [racialized]
way” (p. 117). The following questions framed our CRT analyses of national,
state, and local stories about the teaching workforce:
(1) who is telling the stories about diversifying the teacher workforce, including
through GYO-TOC programs?
(2) who is telling which stories?
(3) what theoretical lenses are being applied in the storytelling? and
(4) for what purpose are these stories being told?

Project team members analyzed the survey and interview data, observations, artifacts, and documents for probable congruences and incongruences that cut across
the development and implementation of the entirety of the project’s work from a
CRT perspective. Formal and informal peer debriefings enabled critical dialogue,
informed by clarifying questions, about how to make sense of all the data collected (whether formally or informally); the project team was able to arrive at co-constructed meanings through which common emergent accounts and corresponding
categories could be discerned (Patton, 2015).
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Abriendo Caminos de Conocimiento
The overarching findings of the Abriendo Caminos project are organized
under three interrelated themes: (1) neoliberal education reform; (2) culture as
‘code’ for Students of Color; and (3) challenging to change narratives about teachers and teaching. Discussion of these findings is supported by CRT research in education that lays bare how deeply engrained institutional racism is in the policies,
structures, and practices that inform the preparation of teachers and that guide
the organization and functioning of PK-12 schools (Kohli, 2018; Milner, 2008;
Sleeter, 2017).
Neoliberal Educational Reform:
Fighting Back Against Pop-Up Branding
and Pre-Packaged Eurocentric Curriculum
The project’s success in securing external funding, especially for the
research part of the project, came with strings attached. As noted, from its outset,
the project fought neoliberal social media buzz to promote itself as effective
simply because it was funded, as well as to brand itself, and then conform its
work to its branding, as a happily-neoliberally-aligned GYO-TOC program.
With funding and branding pressure came the corresponding requirement that
our work should be surveilled to ensure it was making adequate progress, not
according to the project’s stated qualitative metrics, but rather according to
business-driven, thus quantitative, neoliberal educational reform metrics that
demanded the project’s programs be scaled up and, therefore, that program
designs be standardized, in order for the project’s efficacy to be affirmed (Webb
et al., 2009).
The project’s first-year survey was criticized for being unique to the project,
instead of adapted from a nationally recognized survey that would enable comparison of locally-collected data with national trends as a metric of project success.
The survey was also criticized for only collecting participant racial, not also gender, demographic data. While the survey design in both regards was intentional
to keep the attention on the project’s local and race foci, the project team was
periodically cast as “unsophisticated” with respect to both its research prowess
and social justice consciousness. In describing the need for race-focused research
justice, the Coalition of Communities of Color (2018), articulates, “There has
been…little local energy directed towards providing opportunities and space for
communities…to discuss how they want to present their identities…” (p. 244).
Findings from the first-year survey and focus group/interview data were used
to inform the project team’s approach to implementing its programs. As a result,
the project’s weekly #Love2TeachLV afterschool meeting program was initially viewed with suspicion by partner school leaders who wanted to know what
does the [pre-packaged] curriculum look like? These leaders stopped just short
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of eye-rolling as project team members, in first describing the program, endorsed
the constructivist approach being taken to build the program curricula from the
data in order to walk the talk of critically co-constructing knowledge (collectively
learning) about going-to-college-to-become-a-teacher with student program participants (Pelech & Pieper, 2010). While this is an evidence-based approach, it
also threatens interest convergence and is inconvenient to neoliberalism in that
process drives outcome, instead of the other way around. Further, multicultural
education, culturally relevant and responsive teaching and learning, and critical
pedagogy are characterized by interactive, problem-posing dialogue to ensure that
students can critically analyze and challenge dominant discourses in their learning
across the curriculum, in the case of this project relative to their own schooling
experiences and the impact of these experiences on their perceptions of the teaching profession (Clark, 2002; Nieto & Bode, 2018).
As noted, the weekly #Love2TeachLV afterschool meeting program was developed and implemented in all six of the project’s partner high schools. The
program sought to create a space for high school students, their teachers, and
project team members (including undergraduate pre-service teachers) to come
together—as a weekly meeting cohort—to learn about the teaching profession.
While the project’s partner school-based collaborating teachers, like their school
leaders, also initially struggled to understand the constructivist approach of the
program concomitant with expressing the desire to have a scripted curriculum to
follow, over time, most of the collaborating teachers came to appreciate the value
of collaboratively constructing the weekly meeting curriculum to learn from and
with students in teaching them about the work of teachers in ways that might inspire them into a teaching career. As the subtitle of the Abriendo Caminos project
suggests, giving back to family and community are known to be strong factors
that positively influence the high school and college persistence and graduation of
Students of Color (Ceja, 2006; Yosso, 2005). Accordingly, the #Love2TeachLV
program was designed to appeal to Students’ of Color desire to give back to their
families and communities through teaching.
While most partner school leaders and some collaborating teachers remained
skeptical about the efficacy of the project as a whole and the #Love2TeachLV
program in particular, weekly meeting cohorts in all six high schools came together to race-consciously promote and recruit students to the program year-round,
as well as to co-plan (co-develop/co-implement/and co-debrief) weekly meeting
curricula based on students’: (1) expressed interests (i.e., Can I serve as a classroom teacher’s aide to gain teaching experience?); (2) curricular and pedagogical
questions (i.e., Do teachers have to teach boring?); and (3) expressed needs (i.e.,
What college options do I have? What are the requirements for a teaching major?). Based on feedback from a first-year high school participant in the #Love2TeachLV program, who, in the second year of the project, became a UNLV
pre-service teacher member of the #Love2TeachLV program at his former high

Norma A. Marrun & Christine Clark

77

school, the project team added a UNLV campus experience day to the program
through which actively participating students and collaborating teachers at all six
partner schools could come together at UNLV to tour the campus with Student
of Color guides, receive campus and College of Education admissions information from Staff of Color, experience an Ethnic Studies class, pose questions to a
panel of pre-service Teachers of Color, and enjoy lunch in informal conversation
with high school and college Peers of Color. In these ways the #Love2TeachLV
program sought to support its partner school communities in the cultivation of a
race-conscious form of care for Students of Color, what Antrop-González and De
Jesús (2006) term critical care in which teachers “create a culture of high academic expectations for their students, value high‐quality interpersonal relationships
between students and teachers, and privilege the funds of knowledge that students
and their respective communities bring to school” (p. 409).
“Culture” as ‘Code’ for Students of Color:
The Suppression of Discourse on Whiteness, Race,
and Racism in the U.S. Education System
In “On Becoming Sociocultural Mediators,” multicultural education scholar,
Sonia Nieto (2017), discusses what she calls, “the slippery concept of culture,
what it is and what it isn’t, what it means for learning, and how teachers can
become sociocultural mediators of their students” (p. 5). In carrying out both the
project’s research and program efforts, it became clear that the word “culture” was
used, superficially, in the project’s partner school communities (and the district
more broadly), to describe assumed, usually celebratory, practices of Students
of Color and their families; largely those practices stereotypically promoted in
eurocentric mass media. The use of the term culture in this way was designed to
give the impression that conversations about student identity were welcomed, as
long as they stayed in this celebratory realm. As Nieto (2017) goes on to note,
“Incorporating culture in teaching is not about sprinkling what I’ve called ‘ethnic
tidbits’ in the curriculum; it is not about simply ‘celebrating diversity, …observing some ‘ethnic’ holidays, or hosting ‘multicultural dinners.’…Missing in much
of the discourse about culture are questions of power and justice. This includes
asking who has power and how it’s used (p. 7). Accordingly, when project team
members initiated more critical conversations about whiteness, race, and racism,
it was clear that it made many teachers and school leaders very uncomfortable,
some of whom responded by attempting to discourage these conversations from
taking place.
Because the Abriendo Caminos project was funded as a race-focused project by the Nevada Department of Education from resources allocated to it by
the Nevada State Legislature, the project team made the decision to foreground
race-consciousness in all aspects of project execution. Relative to the project’s re-
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search efforts, the team chose, during the survey pitch, to explain the importance
of the project’s focus on diversifying the teacher pipeline by sharing the racial
demographics of enrolled students in CCSD, at UNLV, and at UNLV in teaching
majors in order to illustrate the race gap (see Figure 1, below).
Resistance to the racial demographics part of the pitch showed up in several ways. Some classroom teachers interrupted the pitch and attempted to explain the project research in a different way that took the focus off race. Other
classroom teachers interjected questions to the effect of, Aren’t you leaving out
white students? or Why are you only looking at minorities?, stopping just short
of intimating that the project focus was an example “reverse racism.” In other instances, classroom teachers withdrew during the pitch—for example, they left the
classroom, they did work on their computers, and/or they became dispositionally
aloof. On one occasion, a Black American project team member’s race-focused
pitch was “reported” to a Latina school leader who reached out to the white senior faculty member on the project team (again, not the project PI) to discuss
it; however, when the faculty member attempted to engage the “report” from a
critical race conscious perspective in using facts to challenge the veracity of the
report and asking questions about the possible motivation of reporter, the school
leader ended the conversation. It is important to note that the pitch also included
statements like “white teachers are holding it down, but they need help!” and
acknowledgement that all students, including white students, could participate in
the research and receive the research stipends. In most instances, students—both
Students of Color and white students—were respectful and attentive during the
pitch; in a few instances Students of Color caught up to research team members
in school hallways after having heard the pitch to enthusiastically express appreFigure 1
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ciation for the work because of how it resonated with their school experiences.
Sleeter (2017) notes that, “the continued production of teachers, large proportions
of whom are not well equipped to teach racially, ethnically, and linguistically diverse students well, is not an aberration” (p. 157). This was clearly the experience
of project team members in interacting with myriad teachers across the project’s
partner schools in seeking, simply, to answer to the research question: Why aren’t
Students of Color pursuing teaching as a profession?
Because of the project’s buzz, one of the project team members was able
to leverage a pre-existing relationship with district diversity education personnel
through which the project established a professional development workshop series
with nationally recognized social justice educators. The series was particularly
important for several reasons. The series enabled—for a period of time—UNLV
social justice educators (members of the project team) to build a collaborative
relationship with CCSD diversity educators through which the series’ workshops
could be offered for continuing education credit, and in some case, extra-duty
pay, to several hundred PK-12 teachers from the district. The credit was a powerful workshop attendance incentive for teachers, especially new teachers, needing
to amass a particular number to meet annual district professional growth plan
metrics. Further, because the workshops were held at UNLV in a College of Education facility, the series brought several hundred CCSD teachers to campus who
had never previously been to the university nor had contact with the college. Most
importantly, the series also enabled UNLV social justice educators to push CCSD
diversity educators to move beyond offering compromised cultural content in
their continuing education programming. In this context, the discussion of culture
was sometimes linked to high-quality, critically conscious scholarship in multicultural education, but routinely erroneously conflated culturally relevant (Ladson-Billings, 2014), culturally responsive (Gay, 2018; Hammond, 2015; Irizarry,
2007), and culturally sustaining pedagogies (Paris & Alim, 2017). However, in
other instances, the discussion of culture was narrowly connected to implicit bias
in training focused solely on changing attitudes about cultural differences and
behaviors towards cultural others in the effort to build cultural sensitivity, “as if
being ‘sensitive’ to one another could erase the disastrous results of educational
inequality, not to mention the many decades, and sometimes centuries, of racism
and other oppressive acts in our nation” (Nieto, 2017, p. 8).
Research on implicit bias trainings suggests that it primarily tends to surface,
but not effectively discredit, widely held beliefs among white people that racism
is only an intentional act committed by bad people, thus so long as individuals,
like teachers, are “good” people and do not intend to perpetuate racism, then their
actions, whatever they are, do not count as racism (DiAngelo, 2016; Dobbin &
Kalev, 2016). A focus on bias training, instead of on antiracism education, also
reflects a neoliberal organizational pre-disposition to see diversity as a risk reduction endeavor (to mitigate discrimination liability), rather than as a commitment to
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educational and employment justice. Further, any good such training does “rarely
last beyond a day or two, and a number of studies suggest that it can activate bias
or spark a backlash” (Dobbin & Kalev, 2016, para. 7, emphasis added).
Focusing only uncritically on students’ culture as a contradictory set of superficial and, yet, also rigid traits, makes it difficult to address racism in education,
especially in school policies and practices (Gutiérrez & Rogoff, 2003). Accordingly, the nationally recognized social justice educators who comprised the series’
speakers were selected—by project team members in pushy dialogue with district
personnel—for their race-consciousness. And, beyond having each speaker conduct a traditional professional development session geared primarily for district
teachers (though open to anyone to attend), most also facilitated at least one other
informal or formal critical professional development conversation with the interested members of the project’s community-based education-focused organizational partners. For example, one speaker facilitated a dinner conversation with
project graduate and undergraduate students, two speakers also gave youth- and
family-focused keynote presentations at the project’s end-of-year celebrations,
and three speakers spoke at youth- and youth advocate-centered sessions, as well
as at a family and other community-embedded educational stakeholders’ dine and
dialogue gathering. The non-traditional events were held at local neighborhood
centers, the local community college, and a partner school site. Attendees of the
traditional sessions received a free copy of a book either written by, or associated
with, the work of the speaker. It was important to the project team that, in addition
to district teachers, university students, staff, and faculty, as well as PK-12 school
students and their families, non-licensed staff and administrators, and community-based education activists have access to the speakers, and that members of all
of these constituencies had opportunities to learn together and in spaces where
the culture of whiteness and masternarratives of teachers as (white) saviors and as
“heroes” (tied to the district’s Superman teacher recruitment campaign, see Figure
2, below) could be decentered.
As a result, the project provided multiple opportunities for all local education stakeholders to collaboratively experience critical conversations about issues
of race-conscious educational equity and justice from asset-driven, community
cultural wealth, and funds of knowledge points of entry (Moll et al., 1992; Yosso, 2005). Unfortunately, not all of the series speakers were welcomed by district administrators; notably, school abolition scholar, David Stovall (2016), and
critical whiteness scholar, Cheryl Matias (2016), were unwelcomed. This lack
of welcome was conveyed to Dr. Stovall more indirectly. For the first time in
the two years since the speaker series collaboration was established, the project
team’s CCSD diversity educator partners were slow to secure, and then to advertise, district approval to offer continuing education credit for attending Dr.
Stovall’s teacher-focused professional development session titled, Revolution is
Another Name for ‘Life Fighting:’ Education and the Will to Teach Fearlessly. As
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a result, turn-out for this session was low. In contrast, however, turnout for Dr.
Stovall’s community-based dine and dialogue session, for which no such credits were offered, was exceptionally high, further reflective of the racialized disconnects between schools and communities, and between teachers, students, and
families. The lack of welcome expressed toward Dr. Matias was far more direct.
Her professional development session for teachers, titled, In a Time of Perversity: Whiteness, Emotionality, and the Need for Racially Just Education, was met
with white “offense” and concern from People of Color that support for the event
would offend others. While the title of the session was accompanied by a session
description (see below), that description was not read, even when project team
members petitioned district leaders to read it in order to reconsider their immediate decision to withdraw all district support for the session:
This session will engage participants in discussing emotions as they pertain to
work to end racism, especially in schools. Claims that we must not “get emotional” when discussing race, are counterproductive to racial justice. For example, telling People of Color to “calm down” or telling white people to “get over
guilt” in discussions of racism renders these “unwanted” emotionalities useless,
in so doing it also renders wanted emotionalities—love, hope, desire for human connection—worthless as well. Discussion of race and racism often con-
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jures up emotions of guilt, shame, anger, defensiveness, sadness, dissonance,
and discomfort. Instead of suppressing those feelings—coined emotionalities of
whiteness—they must be identified, understood, and deconstructed as central
to work for racial equity. This session will delve deeply into these and other
emotionalities to examine where they originate and how they perpetuate racial
inequalities in education and society as a whole. In so doing, participants will
learn how the field of education denies itself, and, therefore, educators, proper
emotional preparation to engage in prolonged educative projects for racial and
social justice—most especially as teachers of children minoritized and marginalized by racism.

Had the description been read, it is unlikely the negative reaction to the session
title would have remained so intense. Instead, the phrase time of perversity was
assumed to be a reference to the Trump administration, and the word whiteness
was interpreted to be “anti-white,” and solely on the basis of these conjectures,
district co-sponsorship, including continuing education credit and advertising, of
the session was pulled. Interestingly, while the title clearly triggered what critical
whiteness studies scholar, Robin DiAngelo (2018), calls racial stress or white
fragility in district leaders, buzz that district support for the session had been
pulled actually encouraged district teachers and other licensed personnel (notably
many school social workers, counselors, and other mental health professionals)
to attend. Some attendees were eager and enthusiastic to share feedback on their
experience of the session:
“Thank you for hosting this event! My colleagues and I will really enjoy the
conversation that her text will bring.”
“Thank you for the invitation and for all the effort you make in directing these
teaching and understanding movements.”
“I enjoy attending CU or no CU. I think it’s a great way to personally and professionally grow. I appreciate being invited.”
“Wow, this little book started a great conversation among my department during
our lunch! We have a great group of theologians. Everyone examined the book
and began to give their opinions about the content…! It was great! Thank you.”

In contrast to the expressed fragility of district leaders, these comments are illustrative of what researchers have termed resiliency, defined by Ginwright (2018)
as “the capacity to adapt, navigate and bounce back from adverse and challenging
life experiences” (para. 1). While attending a professional development session
about racism should not rise to the level of an “adverse and challenging life experience,” that it does in this instance further underscores how racists systems, like
school districts, are designed and perpetuated—through interest convergence—to
ally with white sensibilities, rather than with the violent lived experiences of People of Color (Bell, 1980; Matias, 2016).
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Challenging to Change Narratives about Teachers and Teaching:
Leveraging Family Funds of Knowledge
to Transform Education for Students of Color
When CRT lenses are applied to education research they reveal the absurdity
of white supremacist narratives about the lack of intelligence, “grit” and motivation, and educational and professional aspirations of Students of Color, as well as
about their families lack of value for education/their education (Gillborn, 2005;
Ladson-Billings, 2013; Malagon at al., 2009; Marrun et al., 2019, 2020; Milner,
2008; Sleeter, 2017; Stovall, 2016; Yosso, 2005). In the course of carrying out
Abriendo Caminos research and program work, CRT analysis surfaced similar
counternarratives. Contrary to majoritarian story claims that Students of Color
are “simply” not interested in teaching, survey data revealed that narratives about
the underrepresentation and negative representations of Teachers of Color in social media and popular culture negatively impacted Students’ of Color interest
in teaching as a career (Marrun et al., 2019). Further, analysis of both survey
data and #Love2Teach LV program dialogues substantiated that Students of Color
are actively discouraged from pursuing teaching as a career: Students of Color
are routinely exposed to teachers’ expressions of significant job dissatisfaction;
Students of Color lack of meaningful opportunities to explore college and career options in school; Teachers and counselors do not provide Students of Color
and their families with robust information about college and career readiness;
and, Students of Color routinely receive subtle, often indirect, negative messages
about their academic abilities from teachers and other school personnel.
In seeking to actively counter Students’ of Color adverse school experiences,
especially as these experiences impacted their interest in teaching as a career,
#Love2TeachLV program cohorts developed and implemented a transformative
activity. In the activity, collaborating teachers each took a corner of the classroom
and small groups of student participants circulated from one teacher to the next
to hear and discuss their teachers’ personal, educational, and academic journey to
become a teacher. The cohorts drafted questions to guide the teachers in sharing
their journeys, as well as to facilitate students in engaging with their teachers’ journeys. At the conclusion of the activity, when the cohorts came back together as a
whole group to debrief the activity, many of the collaborating teachers shared that
though they love their profession, they rarely shared that love with students, not
in conversation with them about their work as a teacher, nor in their performance
of teaching; too often they recognized that they expressed day-to-day frustration
about teaching and were uninspiring in their teaching. Students of Color shared
how they often heard their teachers talk about being underpaid and having to work
a second job, or feeling overworked and devalued by society (e.g., often having
to pay for their own teaching supplies). Nieto (2003) describes the challenges and
obstacles that teachers face in seeking to identify the things that keep them going
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regardless. A key finding this research is that persistently successful teachers in
under-resourced schools connect with and show respect for their students and the
communities from which they come. While this activity centered teachers, it also
decentered their authority as teachers in asking them to share about themselves
personally with their students, including memories of their own schooling experiences. The activity also afforded Students of Color the opportunity to reflect
back to their teachers how they experience them—in essence, to provide critical
feedback to teachers about how they carried themselves in their jobs. Through the
structure of this activity, teachers learned to connect with students in a respectful
way through their shared interest in the complexly challenging career of teaching.
Upon hearing how Students of Color perceived the profession of teaching because of how they were showing up as teachers, the collaborating teachers began
to shift how they talked about their work as teachers and their careers in teaching
in their classrooms. One collaborating teacher decided to begin each class period
by sharing one thing she loved about teaching. After doing this for only a couple
of days, the teacher could barely contain her excitement about how doing this
one, small thing, completely changed her classroom climate for the better—how,
because she expressed joy in teaching, her students responded by expressing joy
in learning. Another collaborating teacher who had a similarly transformative experience in starting his classes with something related to his love for teaching, got
administrator approval to use a portion of the $5,000 subaward (that each partner
school received from the project) to purchase much needed classroom supplies
(e.g., dry erase markers, hand sanitizer, bottled water) to distribute to teacher colleagues who committed to also start each of their class periods by sharing one
thing about teaching that they loved. Shortly after starting this new practice, these
teachers reported similar, highly positive responses from their students. Nieto
(2013) examines the importance of teachers Finding Joy in Teaching Students of
Diverse Backgrounds. As she articulates,
If we expect our students to thrive and learn, it’s not enough for teachers to merely
survive, going day to day with tired ideas, little energy, and even less support. No,
our students deserve teachers who are excited about teaching, passionate about
learning, and energized to make a difference in their students’ lives. (p. 155)

Echoing this sentiment, at one of the project’s partner schools, a Latina assistant principal happened to attend the #Love2TeachLV program meeting when the
teaching journey activity was implemented. Several months later, as a part of the
project annual assessment process, the assistant principal reflected on the impact
of the activity:
For many of us, the process of sharing these stories, reinforced our love for our
career; for others, it reminded them of the real reasons they had chosen this career path. Abriendo Caminos opened our minds, our eyes, and our memories into
and toward education. (personal communication)
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In focus group and individual interviews, Students of Color described the
omnipresent sub-textual and implicit deficit messages that they received about
their academic abilities in school, and how the assumptions inherent in these messages translated into school indifference to their educational experiences. In many
instances, Students of Color recognized that they had been tracked into lower-level courses that failed to provide any meaningful opportunities for them to explore
their interests and talents, much less discuss their academic and career aspirations,
largely because school personnel had already concluded, too often solely on the
basis of their race, that they had no such interests, talents, or aspirations (Marrun
et al., 2020). As a result, students reported that they and their families rarely received any information about college, and what they did receive was vocationally
oriented. The paradoxical effect of their schools’ lack of concern for their futures
discouraged Students of Color and their families from pursuing information about
college and career options, and especially about a career in teaching. In contrast,
Students of Color also noted that their mostly white peers comprised the majority
of students in their schools’ honors or advanced placement courses, and that in
those courses college and career planning was a common, robust topic of conversation. Darling-Hammond (1998) notes that, “educational outcomes for minority
children are much more a function of their unequal access to key educational
resources, including skilled teachers and quality curriculum, than they are a function of race” (para. 3). Yet, as the Students of Color recognized, their unequal
access was predicated on their race.
School-based career centers and fairs were other places where deficit messages about the scholastic capacities of Students of Color manifest. To begin with, in
the highly racially diverse high schools with which the Abriendo Caminos project
team partnered, not all had career centers, those that did were much more heavily
decorated with promotional materials from the local community and state college,
than from UNLV; additionally promotional materials from the community and
state college were up-to-date, in contrast to the materials from UNLV which were
at least several years old. Further, while all three higher education institutions that
serve CCSD graduates offer teacher licensure program pathways, no materials describing those programs were readily available. At career fairs, military, factory,
and fast food industry recruiters were ample and highly visible. Though most high
school-aged youth are not interested in joining the military, “the military markets to teenagers, particularly those in poorer school districts. …nearly 20% of
military [recruits] come from neighborhoods with median household incomes of
$40,115 or less” (Corcione, 2019, para. 4, 16). In contrast, aside from the project
team’s table, there were no college recruiters, nor recruiters from college education programs.
The cumulative effect of the educationally racist deficit messages Students of
Color received, coupled with colleges’ demonstrated lack of interest in recruiting
Students of Color, including into to teacher preparation programs of study, was
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that Students of Color and their families were systematically socialized by educational institutions to opt out of education and teaching, at the same times these
institutions characterized them as disinterested in higher education and a career in
teaching. As noted, because many of the high school Students of Color in the project’s partner schools, had already been tracked into lower-level courses, many had
difficulty graduating at all, much less with an academic profile that would enable
them to transition into a college or university pre-service teacher education major. Alvaré (2018) describes this phenomenon as within school patterns that form
when “well‐meaning teachers and administrators tend to hold lower academic
expectations for students of color; engage in racially biased discipline patterns;
employ alienating curricula; and fail to address racial issues in meaningful ways
when they surface in classrooms;” as a result, these patterns “serve to maintain
and perpetuate racial inequality in education” (p. 1).
In seeking to interrupt the socialization patterns, the Abriendo Caminos project’s Family Network provided multiple avenues for the parents and other family
members of PK-12 Students of Color to learn about:
(1) how high school courses and grades impact graduation and college eligibility;
(2) the process for applying to college;
(3) the specific program of study required to secure teacher licensure, as well as
the process for applying for a teaching license; and
(4) the salary and benefits associated with a teaching career.

In developing these knowledge bases, Family Network members participated
community-, high school-, and campus-based workshops with various educational personnel (e.g., social service agency staff; school guidance counselors;
college admissions, academic advising, and career counseling staff; department
of education licensure evaluators; and district human resources managers). Network members also attended district and state education gatherings (e.g., school
board meetings, higher education board of regents’ meetings, and state legislature
sessions). In recognizing the critical impact that Families of Color have on their
children’s educational aspirations and career goals, various Educators of Color, including UNLV faculty and graduate students, as well as community-based
youth advocates and education activists, were invited to dialogue with Network
members about racial representation and the importance of having Role Models
of Color in schools, as well as about critical race theory, culturally responsive
teaching, how whiteness and racism operate in schools, neoliberalism and the
charter school movement, the school-to-prison pipeline and school abolitionism,
translanguaging, sexuality and gender identity/expression, among many other
topics. Members of the Family Network also participated in personal development retreats during which they learned about self and family care and development. After participating in one of these retreats an inspired Network member
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established the Network’s Walk and Learn program which brought Families of
Color to walk (exercise) together in various natural outdoor areas of Southern
Nevada, while learning more about each other (relationship building) and about
the importance of education and various educational pathways for all members
of the family. Through critical family engagement, the Network supported Students’ of Color family members to recognize “issues related to race and racism
in schools” in order to inform their action “to ensure their children’s academic
success” (Marchand et al., 2019, p. 367). According to Marchand et al. (2019),
this form of engagement “relies on critical race theory and critical consciousness
theory” to surface the conceptual frameworks Families of Color use to “critically
analyze issues that are present in the schools and how they subsequently engage
in action” on behalf of their children (p. 367).

El Camino Real
In sum, the Abriendo Caminos project’s work reinforced and amplified findings from critical multicultural education research that Students of Color do not
explore teaching as a career option because they do not see teachers who look like
them, they and their family members do not fully understand what is involved in
the process to become a teacher, they are not informally encouraged or formally
mentored by white teachers to think about teaching as career, and/or they and their
family members believe that teaching is not financially rewarding (Marrun et al.,
2019; Sleeter, 2017; Walker, 2014).
In reviewing the research on GYO and GYO-TOC programs, the voices
of high school and college Students of Color and their family members are absent, particularly with respect to their perceptions about the teaching profession
(Valenzuela, 2016). This research has also not meaningfully attended to how information about teaching as a career is shared with Communities of Color, if it is
shared at all. Through the project’s Family Network program, Families of Color
were afforded the opportunity to, not only learn how to go-to-college-to-become a
teacher, but also how, in becoming Teachers of Color, they can transform the educational experiences and, therefore, the professional futures of Students of Color.
Further, through partnerships established with community-embedded Headstart
centers and health education agencies, interested Family Network members got
the opportunity to practice teaching in early childhood education classrooms,
through the provision of home-based health promotion workshops (i.e., diet and
exercise, sex education, family violence intervention and prevention, addiction
recovery, diabetes management).
The literature on effective GYO and GYO-TOC programs is limited in general, and specifically with respect to examination of the relative efficacy of focusing teacher recruitment efforts on PK-12 students at the elementary, middle, or
high school level, or on adults interested in changing careers (Gist et al., 2019).
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Abriendo Caminos initially focused on the recruitment of high school Students of
Color, but, over the life of the project, came to recognize the need to more broadly focus recruitment on Students of Color from across the PK-12 continuum, as
well as on parents and family members of PK-12 Students of Color. Accordingly,
#Love2TeachLV program cohorts in three of the project’s partner high schools
established tutoring programs at adjacent middle or elementary schools. Through
these tutoring programs high schools Students of Color became Tutors of Color
for elementary and middle school Students of Color—in essence the high school
students became the Role Models and Teachers of Color for the elementary and
middle school students that they never had in their own schooling experiences.
Accordingly, through these tutoring programs, high school Students of Color
were afforded teaching mentorship concomitant with the opportunity to walk the
talk of the Abriendo Caminos project, by giving back to younger students in their
community through teaching.
Through its research and programming efforts, the Abriendo Caminos project
sought to surface and fill the noted research gaps, and to expose and summarily debunk the deficit assumptions about Students of Color and their families that pervade
the white supremacist culture of teacher preparation, the teaching profession, and
teaching. To truly diversify the teacher workforce, especially through GYO-TOC
programs, state legislatures, colleges/schools of education, state departments of education, and school districts must move beyond paying neoliberal lip service to the
interest convergence-driven benefits of a ‘diverse’ teacher workforce. Unless raceand antiracism-conscious educational excellence for Students of Color is centered
in education policy and practice, including in the recruitment and preparation of
pre-service teachers, and in the retention and on-going professional development of
in-service teachers, GYO-TOC programs will simply continue to generate pop-up
buzz, but fail to attract, grow, and retain a racially diverse, equity- and justice-minded teacher workforce…and Students and Families of Color will continue to be educationally and otherwise minoritized and marginalized.
Through the research efforts of the Abriendo Caminos project, the project
team built amplified awareness of, knowledge and understanding about, and sensitivity to the educational experiences of Students of Color, as well as those of
their family and community members, and how those experiences have shaped,
and continue to shape, their perceptions about teaching as a career. These research findings were then used to inform the development and implementation
of the project’s programs through critical, culturally responsive, multicultural
education. The most powerful learning from each each school community was
realized through listening-centered engagement with Students and Families of
Color as they shared their stories—hearing their perspectives, paying attention to
their needs, taking notice of their aspirations; the most transformative outcomes
emerged from partner school leaders’ and collaborating teachers’ willingness to
listen with us and then act on the learning.
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